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CHAPTER I

INTRODUCTION
Of all the academic skills a child acquires during his
early school years, reading is the most widely used.

Although

there is little disagreement regarding its importance, there
have been widely differing views on how it is most effectively
taught.

Many methods of instruction and many ways of organiz-

ing for instruction have been proposed.

Much has been written

about these proposals and their results.

I.

PURPOSE OF THE STUDY

The purpose of this study is to review the past and
present reading programs at Phantom Lake Elementary School,
Bellevue, Washington, and to recommend guidelines by which
the existing program can be improved.

These guidelines will

be based on a review of the literature.

II.

OVERVIEW OF THE READING PROGRAM

Although the Bellevue School District has done
extensive work in developing curriculum guides in the area

of reeding, there is no specific plan being followed in all
elementary schools.

Each school is seen as an independent

unit which develops its own approach to the teaching of
reading.

Some schools have adopted a commercial program

such as Lippincott or Words in Color.
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In 1966 Phantom Lake Elementary adopted the Words in
Color program for grades one through three.

However, no

program was designated for the intermediate grades.

The

Lippincott program was to have been introduced in the
intermediate grades between 1966 and 1968, but this was
not done.
No organizational plan for reading instruction
actually existed.

Classes were mostly self-contained,

although some teachers were beginning to do some cooperative
planning.
In 1969 a skill grouping plan was used in grades five
and six.

This plan was discontinued in the spring of 1971.

In the fall of 1971, interclass reading groups were formed
in the fifth and sixth grades.

These groups were informally

organized, and each teacher volunteered to teach a group
which he thought would benefit readera with specific skill
deficiencies or interests.
December, 1971.

These groups were disbanded in

Since that time, classes have again been

self-contained.
III.

HISTORY OF INTERMEDIATE GROUPING
AND TEAM PLANNING

The 1968-1969 School Year
During the 1968-1969 school year, the Phantom Lake
teachers of grades five and six became interested in developing a method of team planning and student grouping in the

3

area of reading.

At this time, the team approach was being

tried in other academic areas social studies

principally mathematics and

but only at the sixth grade level.

Since

team planning was working well in these two areas, the
attention of the team members turned to reading.

Because of

interest expressed by teachers of both fifth and sixth grade
levels, the number of reading team members increased from
three to five.

After several informal discussions about

various plans and procedures which might be consolidated
into one workable organizational plan, the need was apparent
for a more systematic approach.
then scheduled on a weekly basis.

Team planning meetings were
A variety of ideas was

introduced, discussed, and discarded.

Each team member

seemed to have a particular plan whfch he favored and which

was rejected by the remaining members.

Gradually, however,

certain basic criteria began to emerge on which there was
general agreement:

(1) the plan would include students in

both grades five and six, (2) there would be five reading
classes consisting of fifth and sixth grade students in each
class, and (3) some type of diagnostic instrument would be
used to place students in groups.
While there was general agreement on these broad
organizational criteria, there was disagreement about the
specific basis on which students would be grouped, the
diagnostic instruments to be used, and when the program should
be put into effect.

Grouping by ability, interest, and reading
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grade level were all given consideration as possible ways in
which groups could be formed.

Each

or

these methods had its

merits, but each presented drawbacks that made them unacceptable to the team.

One team member then introduced the

possibility of grouping according to the achievement ot each
student in various reading skills such as comprehension,
vocabulary development, word attack skills, and reading rate.
In effect, this grouping method would group students according to needs.

It would provide for concentrated 1netruct1on

in the skill area where the needs occurred, regardless of
the student's general reading grade level.
The major disadvantage to the skill grouping method
was readily apparent.

The groups formed under this plan

would consist of a wide range of reading levels.

The teacher

of each group still needed to provide a great variety or
instructional materials since there was still a wide range
of reading levels in each group.
The te9111 members then began to search for some
diagnostic instrument capable of measuring apecific reading
skille.

Since time was a :facto-r, only material available

within the achool district was reviewed.

The team chose the

Stanford Reading Dis.gnostic Test, since it isolated various
reading skill areas and it was immediately available through
the office of the reading coordinator.

This teet was to

serve as the basis for the formation of skill groups.
scores were used.

Stan1ne
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The members of the team felt strongly that there be
as much communication as possible among themselves, parents,
and 11tudente relative to the new grouping procedure.

First,

a meeting ~as held for all students who were to participate
in the program.

They were given as much information as possi-

ble about the proposed changes 1n the program, including the
methods by which groups would be formed.

The reasons for the

use or the Stanford Reading Diagnostic Test were reviewed for
them.

They were all told of the tlexib111ty of the grouping,

and that they would be able to move from one group to another
if the student and his teacher thought the move would be
They were told the composition of each skill

beneficial.

group was to be determined by the stan1ne scores students
achieved in each separate skill area.

Each group formed in

this manner was to become an instructional unit.

The skill

group would then meet for• forty-five-minute period, four
days a week.

(Later this was chane;ed to a five,day schedule).

The number of days each group met aa an · J.Ji•·t ruct1onal unit
was left v~ry flexible in the beginning

or

the program,

Methode and materials used in each group were left up to the
discretion

or

the individual teacher.

The team ·telt that

since word attack skills were basic to the development of
both vocabulary and comprehension, the groups 1hould first

be formed according to word attack skill scores.

At the end

of each instructional unit dealing with a specific skill,
the scores on the Stanford Reading Diagnostic Test would again
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be used to regroup all children in the program.

The students

were also told that the plan was an experiment subject to
review and revision.
Parents were given basically the same information as
was given to the students.

They were, however, given a more

complete explanation of stanine scores and their importance
in forming new · groups.

Emphasis was also placed on teacher

recommendation and observation in placing students in the
skill groups, and that in some cases the judgment of the
teachers would very likely override the test results.
The Stanford Reading Diagnostic Test was administered
in the early spring of 1969, and shortly afterward six skill
groups were formed.

Each teacher tried to reemphasize with

the students that each skill group had been organized
according to the scores achieved on the diagnostic test, and
that each student's grade level in reading had little to do
with forming the groups.

Some teachers explained the stanine

scores to the students also.

Students were also encouraged

to arrange an individual conference with the teacher to
discuss test results.
Few new programs op,rate without problems, and this one
w.aa no exception.

Team,members felt that tnere was inadequate

communication of student progress between the reading teachers
and the home room teachers.

Sequential development of the

skills taught became difficult, since each group consisted
many reading levels.

or

Access to instructional material oh many

1
different reading levels became increasingly difficult for
the teachers.

Concern about overemphasizing or isolating one

reading skill from all others received much discussion.

Each

team member felt that he had to consistently plan for a total
reading program while still placing stress on the skill basic
to his group.

Many students showed no particular weakness

in any of the skill areas examined by the Stanford Reading
Diagnostic Test.

The problem then became one of how best to

meet the reading needs of these more able readers within the
framework or the skill gr9up approach.

Most or these problems

were not solved during the first year of the new program.

By the end of the 1968-1969 school year, the team had
developed a basic program design, placed the program into
operation, and defined many of the problems connected with
its implementation.
The 1969-1970 School Year
At the beginning of the 1969-1970 school year, the
team members agreed to maintain the same basic grouping plan
developed the previoua year.

The team's attention focused

increasingly on finding 'solutions to the problems identified
in 1969.

Two possible solutions to the communication problem

were proposed.

One solution was the exchange or information

between reading teachers and home room teachers during
regularly scheduled weekly meetings.

Another was the develop-

ment or individual progress report forms to relate pertinent
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data from reading teachers to home room teacher8.

These

forms were to be prepared at intervals during the time each
group was in existence.

A more complete written evaluation

was to be prepared tor parent-teacher conferences which were
held in early fall and again in the spring.
Considerable time was devoted to the problem of providing for the teaching of sequential skills, while dealing
with the wide range of reading levels found in each skill
group.

By acquiring a more varied selection of materials

geared to individual instruction, and by more detailed

planning on the part of team members, this problem was partly
solved.

Several team members organized subgroups within their

reading groups to try to provide a more individualized
approach.

The team adopted the Barbe Check List of Skills as

a general guideline for the development of sequential skills.
Overemphasizing a skill did not develop into a problem as
was anticipated.

Perhaps awareness that it could have become

a problem helped to prevent ita occurrence.

Usually each

teacher streased the skill used for grouping for a short
period, at the beginning of the group session, and then
reviewed the skill periodically to ensure more complete
comprehension and retention.
Students who consiatently scored in the upper stanine
levels of the Stanford Reading Diagnostic Test were given a

broader reading program than those who showed more specific
needs.

For these more advanced students, the team used
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individualized material, reading projects, and library
material.

Instruction for these students centered around a

variety of individual activities rather than on a specific
skill area.
Although the team relied heavily on the results of the
Stanford Reading Diagnostic Test, other teacher-made tests
and quizzes were given to each skill group at the beginning
of the session.

Thia additional testing was done as a

back-up procedure to ensure proper placement of students
into skill groups.

Test items used on the Stanford Reading

Diagnostic Test were used as a model for the teacher-made
tests.

If a student showed a major discrepancy between the

test scores, he was referred to the building reading specialist for additional diagnostic work.

He was placed in a

different group if the results of the diagnosis warranted
it.

The reading specialist also worked with the students

who had been identified as remedial readers during previous
years.

The team tried to keep the number of children in the

groups as low as possible.

In some cases, the students were

seen individually.
Throughout the 1969-1970 school year, a more defined
organizational plan developed.

Many problems were identified

and solutions for them were found during the weekly team
planning sessions.

The major problem which remained unsolved

was that of knowing when to end a particular skill session,
regroup for another skill, and begin the next session.
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Usually the team set an arbitrary time span for each
session.

This varied from four to six weeks.

However, the

team definitely felt that this procedure was totally unsatisfactory.

But no other way of determining the lenrth of the

sessions was developed during that year.
The 1970-1971 School Year
The beginning months of the 1970-1971 school year
brought about several changes in the skill group program.
Among the most beneficial of these was the acquisition of a
half-time reading specialist for the intermediate grades.
Her work schedule was arranged so that part of her day could
be devcted entirely to working with the intermediate reading
team.

Not only was she able to act as a consultant by

attendinp the weekly planning sessions, but she was also
willing to teach a regular skill group.
Because the reading specialist was now teaching a
group, plans were made to extend the program in two areas.
First, reading activities were expanded for a small ~roup of
advanced readers whose overall skill development was above
their grade level.

The reading specialist assumed the

teaching assignment for this group.

The second extension of

the program occurred at the opposite end of the reading
spectrum.

Two members of the team asked for a small group

of children who needed a remedial program.

To recruit

students for this group, each team member recommended
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students from his class whom he felt would benefit from such
a program, regardless of the results of the diagnostic tests
or the student's past performance.

Several students were

recommended because their teachers felt they might benefit
from a small, personal, informal grouping arrangement which
dealt with very basic reading mkills.

The number of students

in the group was limited to fifteen.

Each student was inter-

viewed individually and told of the plans for the new group.

During the interview each student was shown his diagnostic
tests, and the results were explained to him.

The student

was then told that he could either be placed in this group
or in a regular skill group.

All but one student interviewed

elected to work in the new group.

This special remedial group

stayed together for the remainder of the year.
These new approaches were aimed at filling gaps that
had appeared in the grouping program in previous years.

A

major goal of the team during the 1970-1971 year was to
measure the success of this kind of organizational plan.
Pupil progress in skill development gave the team some indication of the plan's effectiveness.

A test was devised to

measure the students• ability to apply the skills which had
been taught in the groups.

It was the responsibility of

each team member to develop e section of the test that would
require the student to apply a particular reading skill which
had been taught in his group.
somewhat disappointing.

The results of the test were

Scores were substantially lower than
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had been expected.

It was difficult to determine whether

the low performances on the test were due to poor test

construction or to the failure of the program as a whole.

IV.

FUTURE CONCERNS OF THE TEAM

Several planning-team members feel that the present

program will need some alteration to increase its effectiveness.

Possible changes are: (1) more emphasis on individual-

ization through the use of "packaged programs" such as SRA
and Scholastic Books, (2) developing a continuum of performance criteria to aid in measuring student progress, (3) the
use of a variety of diagnostic instruments, (4} utilizing
other staff members in planning-team activities, and (5) exploring the possibilities of "special interest" grouping.
V.

SUMMARY

The present organizational plan developed out of
teacher concern for the quality of reading instruction in our
school.

This plan by no means solves all of our reading

problems, but its main advantages are that it has brought
teachers together in an effort to plan for a more effective
program, and it has generated enthusiasm among teachers and
students.

The team feels that students have been given a

program which meets their reading needs in e more comprehensive way.

There are still many problems that remain unsolved.

Changes that will require additional efforts by the planning
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team have been identified.

The teachere who have worked on

this program have gained confidence in its overall effectiveness.
A review or the literature concerning team planning and

grouping for reading instruction is needed bet:ore the team makes
more changes in the existing program.
VI.

PLAN FOR THE STUDY

The remainder of this paper will contain a review or
the literature and, based upon this review, guidelines for
revising the reading program at Phantom Lake Elementary.

CHAPTER II

REVIEW OF THE LITERATURE
History of Grouping for Instruction
Grouping for instruction has long been an accepted
practice in education.

Historically, grouping as a method

of organizing for instruction can be traced back as far as
300 B.C.

During this period, the ancient Greeks used a

term of tutorial grouping, usually consisting of three or
four pupils and one master teacher.

This plan seemed to

meet the educational demands during that time, since only

a small portion of the total population was wealthy enough
to afford formal instruction.
Significant ohanges in the use of grouping came about
in Germany with the advent of the highly structured Volkschule.
This was one or the earliest attempts to provide mass public
education.

Although the concept of the Volkschule was a step

toward popularizing education, its chief weakness was lack of
flexibility and the use of the same educational material by
all of the students.
Early education in England provided an historically
unique form of grouping.

Various schools were begun by

private organizations and individuals, each having its own
organizational structure.
instructional group.

Each, in effect, became an

The attitude of the English government

toward maas education was that education of the people was not
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a responsibility of the State, and that therefore it became
more of a business enterprise.
In the early 1800 1 s Quakers in the United States used
a monitor system in which a large group of children consisting of several hundred -

was supervised and instructed

by older children acting as monitors.
turn instructed by one teacher.

sometimes

The monitors were in

Other forms of monitorial

instruction were also used in America during the early 1800 1 s.
Another popular form of early grouping in American
schools was the one-room, multi-grade, one-teacher plan.
This plan was widely used in rural areas, even after the
popularization of graded schools in the mid 1800 1 s (37:14-16).
Smith (40:10) stated that "Concern about grouping first
arose in the 1800 1 s when public, tax-supported schools were
brought about by the Westward Movement, industrialization, and
more rapid means of transportation.
the need for mass education.

All of these indicated

Classes were organized into

grade levels, and teachers, striving to meet individual needs,
divided their classes into three reading groups.
Between 1825 and 1840 the concept of organizing schools
by establishing a series of steps or grades was firmly entrenched
in American education.

This period also marked a general slump

in American education.

It seems interesting to note that since

the time of the Civil War, the graded system has remained
basically unchanged (37:15).
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This traditional organization received its firet
constructive change in the St. Louis Public Schools under
the leadership of Superintendent Harris.

He modified the

graded system by initiating a "unit of study" as a basis for
organizing the curriculum.

This plan provided for some

individualization within the otherwise rigid system of grades
by allowing etudents to cover a body of instructional material
in varying amounts of time (16:49).
Further development in this direction came in 1912
when the Pueblo Plan did away with grouping and began to
allow children blocks of study time to complete work.

By

providing the ~tudents with this block of time, it was felt
that the teacher would be available to provide extra help for
those who needed it (37:17).
The literature is not clear on the details of the
Pueblo Plan.

It seems to indicate that the graded structure

was retained and only the classroom routine wa! reorganized.
The Batavia Plan was a further attempt to structure
organization in terms of the student by giving him a plan of
supervised study.

This plan allowed slower students to

receive extra help, usually on an individual basis, while the
more capable students were given additional assignments (37:18).
Al!o in 1912, individualization in reading received
attention in the Winnetka Plan, which emphasized detailed
planning of methods and instructional materials.

It was

perhaps the first plan to deal directly with providing
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individualized instruction in a specific academic area.
Individualization as a method of instruction was gradually
making inroads in American education.

However, the vast

majority of the schools were still clinging to the graded
system (16:50).
During the 1950's the Joplin Plan was an attempt to
overcome gradedness by grouping children who had common
strengths and weaknesses, regardless of the grade to which
the child was assigned.

Thi! plan provided a reasonable

alternative to the practice of assigning children to grades
on the basis of chronological age alone.

The Joplin Plan

recognized the fact that children of differing chronological
age could be grouped together for instructional purposes if
their specific learning needs were the same.

In this way

the plan concentrated not on age or grade, but on specific
learning needs (J0:589).
If the trend away from graded schools were carried
out to its logical conclusion, the non-graded elementary
mignt be the beet solution to instructional needs.

In

theory, it organizes its curriculum into instructional
levels.

The students progress through these levels individ-

ually, at their own pace.

Often the instructional levels are

defined behaviorally or by specific learning tasks.

These

become the short and long range goals for students and
teachers, planning together to meet individual needs.

If

this plan were extended to include elementary and secondary
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levels, and perhaps beyond, then education might begin to
really meet the needs

or

individual learners (16:56-58).

Several problems have hindered acceptance of the non•
graded concept.

Inflexible physical plants, public opinion,

and professional resistance to educational innovations have
limited its use.

There is also a lack of well designed, up-

to-date research concerning the learning resulting from this
plan (16:210-218).
In summary, it would appear that educators have been
a long time searching for a plan of organizing children into
instructional groups.

The plan needs to be one which works

within existing facilities, is pallatable to the community
and to the professional staff, and is structured to overcome
the problems inherent in the graded school.
Homogeneous Groups
When children are grouped tor instructional purposes,
they are usually grouped according to one or more common
characteristics -

they are grouped homogeneously.

In the

graded school, the main criterion for setting up classroom
groups is chronological age.

(Some consideration is given

to academic progress, but only in extreme cases which result
in double promotion or retention).

But while children are

fairly homogeneous with respect to age, they differ widely
in many other ways such as si~e, sex, background, interest,
intellectual ability, attitude, and achievement, with the
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result that most groups are homogeneous with respect to only
one criterion.

In most ways, all groups are heterogeneous.

However, homogeneity with respect to one criterion becomes
significant if the purpose of the group is related to that
one criterion.

Heterogeneous groups ere best exemplified by the
structure of the typical nongraded classroom.

In this

situation, pupils differ in many respects, and little or no
attempt is made to achieve any degree of homogeneity.

Within

the nongraded school, however, other groups may be formed
with respect to certain criteria.

For example, a group may

be formed on the basis of the level of skill development in

reading.

Usually, the stated purpose of forming such

"homogeneous" groups is to reduce the range of skill develop•
ment within the group so that instruction may be facilitated

(16:32).
Advantages of Homogeneous Grouping.

Since grouping

has been used to such an extent in instruction, there must
be some advantages in ite use both.

for teachers, pupils, or

Some of the claims made for grouping are that it

allows for more effective utili~ation of teacher resources
and more effective planning, eince the teacher of a particular group need not plan for such a wide range of abilities
and needs.

It is possible to place a teacher with a group

which needm help in his g,reateet area of 111trengtb.

It ia
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also claimed that teacher effectiveness 1s enhanced by
reduction of the range of pupil ability because it results
in a lighter psychological load for-the teacher (11:115).
There are also advantages cited for the students who
are in these groups.

Goodlad compares grouped situations

to those in which an entire, heterogeneous group is being
taught the same skills.

He favors grouping because an undue

amount of time is otherwise spent with slower learners at
the expense of more able students (1:11).

In other words,

students are provided with a program based on the skills
they need.

Less able students are not continually 1n compe-

tition with, or being compared with, the more able students,
and as a result their attitudes toward themselves and their
achievements are more positive.

Through a realistic process

of goal-setting and a program tailored to help students
achieve these goals, the slower learner sees his progress

and avoids failure situations.

Convereely, of course, the

more able readers are more challenged and interested by a
program which is designed for their needs and their level
of achievement (1:10).
In an Aaaoc1ation for Childhood Education International
b~lletin, these social gains were claimed for grouping:
1.

It provides a situation in which students are exp~sed
to wholesome living and developmental situations.

2.

It is a true~to-life situation in which children
find themselves in work or play.

J.

It can enrich learning experiences by give-and-take.
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4.

Grouping can develop in students self respect, and
mutual respect for each member's contribution.

S.

It can give aasuranoe ■ to the slower learners that
their contributions and eerv1ces to the group are
recognized and appreciated by their fellow associatee.

6.

Grouping develops, through cooperstive activity, the
invaluable trait cf social living (1:10).
Limitation ■

of Homogeneous Grouping.

Although hoao-

geneous ~rouping provides both social and academic advantages

for teachers and students, and organizational ad•antases for
the teacher, there are significant limitations to this kind
of grouping.
One major limitation 1s that of physical facilities.
No matter how well planned a grouping situation ie, if the

school building 1a not suitable, the result will be less
than completely satisfactory.

MQst older elementary school

buildings were designed around a graded, lock-step organizational plan.
buildings

Those who were responsible for planning such

u ■ually

did so without consideration for future

changes in organizational structure or for curriculum modification.

Because of this situation, many grouping plans other

than traditionally graded clas11s, must be modified to work
within existing facilities.

Small classrooms with inadequate

work space (especially for small-group work), lack of library
study areas, and the like may hamper the development and
execution of a group-oriented instructional plan (41:38).
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Limitations for teachers and students seem to be
closely related in that if the teacher is hampered in some
way by the grouping structure, the students probably suffer
too.
One limitation for the teacher seems to be contradictory to an advantage claimed in the earlier part of this paper.
Goodlad- maintains that homogeneou~ grouping does not minimize
the teacher work load, planning, or responsibility to students
as individuals within the groups.

If anything, he says, out•

side planning time required is increased.

Since the range is

reduced in each group, the emphasis should be placed on indi•
vidual need.

If this is done it requires more planning and

preparation than simply giving one general assignment to a
heterogeneous group (1:11).
Nichols also points out that grouping reduces the
overall flexibility of the classroom.

She statee .' 'further that

arbitrarily being assigned to a particular group may affect
the teacher's attitude and performance.

A teacher assigned

to a group of low-ability or dieinterested students might
expect very little from them, thereby reinforcing their poor
self concepts.

Apparently it is still common practice in

so•• areas to assign new teachers to the lowest-ability group,
while those teachers with seniority are assigned to highability or accelerated groups.

Since the slow learner is

usually more difficult to teach, the new teacher is likely to
be less successful and to become frustrated (J0:592).
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Lack

or

communication between teachers can also be a

major limitation to any grouping plan in which etudents meet
with several teachers during the day.

When there is little

or no really planned means of exchanging 1nformat1-0n about
students, asaigmn.ent~, student progress, scheduling, planning,
and evaluation. it would seem unlikely that grouping could be

very successful (11:115).
Nichol• believe!! that grouping is used as a mere
substitute for individualizing instruction.

She contents

that there is not a real homogeneous gl'<>up and that
development within individual children is uneven, and therefore nothing short of complete individualization will do ()0:592).
One of the ~ost frequently mentioned limitations to
grouping is that

or

"labeling" or

are placed in groups.

0

etereotyp1ng" students who

Thia practice is thought to be most

harmful with low-ability readers, especially if one teacher
is asaigned to this group on a long-term or permanent basis.

When a child is ass1.gned to that teacher, be is automatically
labeled aa having a reading problem, or he is called a "alowlee.rner."

These labels. then may cauae the child to lose

status among hi• peers, and may cause him to form a low or lower -

opinion of himself (20:122).

Still another problem ls that students assigned to a
group may not know the teacher for that @roup.

'!'hey m,ay,

indeed. not get to know that teacher if the7 are only with
him 'tor a part 0f their 1netructional day.

When a child
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feels no personal relationship with a teacher, he is less

likely to do his best.

It is also a disadvantage for the

teacher not to know the child.

When a child has unique

social or academic problems, his regular teacher is usually
aware of them.

However, because

or

limited contact with the

child and limited access to his records, the group teacher
is less likely to identify these problems.

If this happens,

the teacher is less effective with that child.

This is an

example of a situation in which much good communication
between teachers is needed (19:107).
There ie also a danger of isolating reading from
other language areae, rather than having an integrated
program (19:107).
According to Nichols, these groupings do not take
into consideration the pupils' reading interests.

She

points out that much material which is at a pupil's achievement level is inappropriate in subject matter for him.

She

maintains that it is less likely that a teacher will know
the child's interests if they are together only for reading
instruction (30:592).
The very problems that pla@ue teachers involved in
grouping become disadvantages to the students:

inexperienced

teachers being assigned to ditticult groups, increased demands
on teacher time and energy, poor teacher attitude because of
arbitrary assignment to groups, and reduced flexibility or
classroom operation.

If teachers are unhappy with the way
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the grouping program is organized, they will not be as effective with their students (30:592).
Kinds of Groups -

Their Advantages and Disadvantages

The purpose of this section is to briefly describe
various kinds of grouping arrangements used for reading
instruction, and to discuss strengths and limitations related
to each or them.
Ability Grouping.

In ability grouping, children are

divided according to a general criterion of learning capacity.
This ia done on the basis of I. Q. scores and various other
measures of learning ability (16:90).

This method of grouping

gained widespread popularity during the 1920 1 s and again in
the l950'a (19:4).
Ability grouping was designed to narrow the range of
ability found in a particular group.

It allows more efficient

use of teacher time, since methods end materials can be aimed
at a specific learning level or rate.

This kind of grouping

tends to eliminate unfair comparisons and competition between
more able and less able students.

It places students of high

ability together, and in doing so encourages them to put
forth better effort.

In a heterogeneous setting, many able

students can do less than their best and still be superior to
their peers.

Ability grouping motivates them to work harder

to keep up with the group (31:190-91).
When students of lesser ability are grouped together,
they may also benefit.

They no longer need to compete with
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the more able students.

The learning tasks required of them

are designed for their needs and their slower learning rate
(31:192).
Ability grouping does present some limitations.

Students

assigned to less able groups may- acquire a label, or may be
stereotyped by teachers, peers, and themselves.

Students

assigned tc more able groups may feel superior and tend to
"rest on their laurels."

In any grouping arrangement, but

especially in ability and achievement grouping, there is a
tendency to treat the group as a unit and to forget about
the individuals within it.

This is true becau8e the group

is homogeneous with respect to a criterion with which the
teacher is very much concerned, and other differences between
individuals in the group are easily overlooked,

Another

limitation is that comparable ability does not necessarily
mean comparable achievement, so that while group members
have nearly the same learning capacity, they often vary
widely in performance.

Also, low-ability groups may become

a "dumping groundtt for problem readers and problem children.
Teachers become discouraged because progress 1e slow, or
they do not expect much .from these students and do not make
a real effort to help them achieve (19:4).
So far, there is very little valid research concerning
the effect of ability grouping on pupil achievement.

There

is even some evidence that it can, under certain conditions,
interfere with pupil progress (19:5).
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In the literature, many programs were labeled
"ability grouping" which were actually uachievement grouping."
Ability grouping refers to the placement of students in groups
according to their ability to learn, while achievement
grouping placea them in groups according to their ability to
perform (19:4; 16:90).
Achievement Groupins.
li ■ hed

Achievement groups are estsb-

on the basis of pupil attainment in one or more

curricular areas.

Thie grouping is done by considering th&

pupil'a past performance and his scores on achievement tests.
Generally, achievement groups are fairly flexible in their
organization (16:90).
Among possible advantages of this kind of grouping
are these:
1.

Levels of aehienment in one curricular area such
as reading ae relatively easy to identify.

2.

Children ot differing levels of achievement and
experience are prepared to deal with n~w material
at different times. Achievement grouping facilitate~
the decision ae to when and at what rate new concepts
should be presented.

3.

There ia eome evidence which indicates that achievement grouping allows better pupil progress than
does ability grouping (presumably because many other
factors besides I.Q. influence p~p11 achievement).

4.

Plana of this type may be easier for the teacher to
work with because the need for subgrouping would be
reduced (16:66,92).
While general achieTement scores are relatively easy

to obtain, pupil ach1eTement differs widely from one curri-

cular area to another.

This makes this kind of grouping
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unsuitable for some purposes, such as the formation of
wnich include many curricular areas.

group ■

It 18 limited primarily

to the formation of groups which will deal with only one
curricular area such as reading (16:91}.

As with ability

grouping there might be a problem with labels, stereotyping
or tixed expectations for groups (16:90-92).
Interest Groups.

In this type of grouping, pupils

are grouped on the basis of interest.

Pupils with similar

interests are placed in groups in which they pursue these
interests.

Reading skills are taught as the need for them

arises, or they are taught using materials that coincide
with the group's interests (1:10).
Some advantages to this method of grouping are:
l.

Situations are provided that require the student to
apply him reading skills.

2.

Students work with study units that they have
selected, planned, and organized, and which they
want to study.

3.

Students are allowed to select ectivitjes which
assure them of succees.

4.

Motivation 1e built in because the students work
on projects which intere~t them and which they have
chosen.

5.

Cooperation and teamwork among students are essential
to successful planning, so that social benefits occur
when this method is in operation. Also, students can
easily see the end product of their efforts (16:93-95;
41:20}.
Disadvantages of interest grouping are:

1.

A large portion of classtime is required for cooperative planning.
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2.

Informal structure is required for small-group
planning. If this is quite different from the
atmosphere to which students are accustomed, some
might take advantage of the new situation until
they become used to it.

3.

Describing this type of program to parents is
sometimes difficult, especially if the parent is
anxious about the teaching of reading skills per
se (16:93-95).
Grouping by Work and Study Habits.

In this method,

study groups for reading instruction are formed on the basis
of the students• capacity to study independently.

Some

students can function with very little teacher direction,
while others require very detailed planning by the teacher
and much assistance from him.

Those who work independently

are placed in the

Those who need a great deal of

same

group.

direction are in another (16:95-96).
Advantages of grouping by work and study habits are:
1.

Students proceed at their own rate, depending upon
their level of study skill development.

2.

There is a better utilization of teacher time if
the groups function well.

3.

Students with weak study skills or study habits
receive proportionately more teacher direction
and attention. Those who do not, work uninterruptedly
and call on the teacher when necessary (16:95).
Disadvantages of this method are:

1.

The more able students' needs may be overlooked if
they do not demand teacher time, and if the
teacher does not check on their progress from time
to time.

2.

If this method of grouping is used exclusively, it
tends to stifle interaction between individuals in
the group.
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3.

This kind of grouping tends to remove desirable
peer models from students who need them, thereby
making it impossible for students to learn from
one another.

4.

Teacher time will be misused if the teacher were
to spend a disproportionate amount of time with
the less independent workers. One must compare
the possibility of improvement with the amount of
time spent with these students. Some of their
dependence may not just be inadequate study habits,
but a facet of their personalities, which is very
difficult to modify.

5.

Since this grouping scheme is closely related to
ability grouping, it is also subject to many of the
disadvantages found in that method (16:96-97).
Teachability Grouping.

This grouping pattern

suggested by Gray also appeared to be closely related to
ability grouping.

Apparently teachability groups were

formed according to how each child responded to classroom
instruction, wh1.ch is a broader concept than ability grouping.
There was little explanation in the literature as to how
this was measured and how the groups were Orfanized.

It

appears that rather subjective judgments are needed, and
a very good knowledge of the children is essential.

There

were no advantages and disadvantages given for this method
of grouping, but because it is so similar to ability grouping,
many of the seme ones would apply (19:7).
Flexible Skill Grouping.

These ~roups are formed

using information about level of skill development obtained
through the use of diagnostic tests.

Generally, the students

are assigned to groups in which a specific skill will be
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emphasized.

Each student is put into the skill group which

will benefit him most.

Skill groups are organized according

to deficiencies rather than proficiencies.
oriented,

They are need-

The much-publicized Joplin Plan instituted in

the 1950's incorporated this kind of approach.

Often,

cross-grade grouping is combined with the use of skill
groups.

This is done on the premise that students with a

specific skill weakness can be grouped for instruction
according to that weakness, regardless of their assigned
grade level (19:7).
There are advantages to this plan:
l.

The thorough diagnosis required tor grouping
provides u!etul information to those who are
trying to strengthen the studentm' skills.
Students are placed at reading levels where
success is possible.

3.

This plan allows for a more concentrated effort
on the part of the teacher, since he is reapon1ible for only one skill.
The plan provides flexibility of groups and
student movement between groups (19:125).
Disadvantages to flexible skill grouping are:

l.

The skill may become more important to the teacher
than the individuals within the group.

2.

Crossgrade grouping may bring about undesirable
social pressures between students of different
grade levels.

3.

There is an increased need for connnunication
between home room teachers, group teachers, and
apecialists.
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The possibility of lack of continuity in the
program exists when students change trom one
group to another.
Attention needs to be given to prevent a student's
being ••stuckn in a group where he was misplaced
or no longe;r belc:m gs (19:2, 126).
Individualizing Instruction.

Since a group can have

a single member, this pattern 1s included in this section
on ~rouping,

Individualizing instruction has long been

advocated as the way to organize for inBtruetion.

In

theory, individualization reduces an instructional group
to one student working with material selected for his
reading level and deai~ned specifically to strengthen his
sk1lle.

Ind1.vidual1zat1on takes the ohild from where be ,.e

in his skill development, and proceeds through a sequence
of skill development at the child's own rate of learning.
The two curricular areas most frequently individualized
are mathematice and reading.

These subject areas seem to

lend themselves to this method because of the sequential
nature of the skills 1n them.

They also require less

group activity, eucb as discussion, than other areas

or

the curriculum (19rll6-123).
Advantages to individualizing instruction are:
1.

There is no stigma of attachment to groups.

2.

Provision 11 made for varying rates of progress.

J.

Children develep greater interest in reading.

4.

It does not eliminate the possibility ot forming
groups a• needed.
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5.

Children actually do more reading.

6.

Teachers develop greater skill and flexibility ae
they move away from formal methods of instruction

(19:118-120; b:9).
Disadvantages to individualizing instruction are:
l.

Children, and especially yoting children, profit
from direct guidance more than trom a laiesezfaire situation.

2.

The program demands unusual teacher ability in
planning and conducting a complex program of
activity for approximately thirty individuals.

3.

It requires a complicated system of records of
pupil activity which impoeee a heavy burden of
clerical work on the teacher.

4.

Children often make unwise selections in materiale
to read and activitiee to do.

5.

Individualized reading makes little provision for
readinees activities, such as the avoidance ot
difficulties in hard words and difficult concepte
met in the reading materials (19:118-120).

Organizational Patterns for Teaching Groups
While groups are formed on the basis of many
criteria, there are also several ways of organizing the
groups with respect to teachers, time and place tor
instruction, and organization of materials.
Team Teaching.

Team teaching is defined as a type

of inetructional organization involving teaching personnel
and the students assigned to them, in which two or more

teachers are given joint responsibility for all or a
significant part of the instruction of the
students.

same

group of

It differs from team planning 1n that two or
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more teachers actually teach the same group of students.
In team planning, one teacher is responsible for the
instruction of a group although several teachers may plan
for that instruction as a team (40:12).
The term "team teaching" generally implies that team
members become specialists in a certain curricular area end
develop plans and materials for that area.

In this way,

teams use teacher talent to the best advantage (19:1).
Some teaching teams uee flexible grouping arrangements and,
to a degree individualization, in organizing the presentation of subject matter.

Although this type ot organization

has been labeled team teaching, it should be labeled "team
planning."

Plannin@; teams generally work in terms of broad

organizational outlines, and do not necessarily plan detailed
lesaona together (19:1).
As with typee of grouping, organizational patteI'lls
also have advantages and disadvantages.

On the positive

side:

1.

Team teaching makes good use of teacher time and
special abilities.

2.

It provides for closer communication between

teachers.

3.

When teaming, a variety of grouping arrangements
is possible tor presentation and instruction.
Team teaching frees teachers to act as s~ecialists

or to work with small study groups (2:23).
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Team teaching also has its limitations, some of which
follow:
l.

It requires a great deal of cooperation and planning.

2.

It could lead to departmentalization.

3.

Team teaching provides only horizontal enrichment, or
enrichment at one level of learning. It does not
necessarily allow children to progress vertically,
through subsequent levels.

4.

Teaming could lose its effectiveness by overinvolving
teem members in excessively detailed planning at the
expense of contact with students.

5.

Plant facilities of older buildings do not lend
themselves to the true team approach.

6.

Lack of correlation with other curricular areas
may hurt the reeding program, and the team as an
instructional unit. Reading should not be an
isolated subject.

7.

Personalities of team members are a crucial factor.
Unless members can work very closely and cooperatively, the team will fail. It is hard to form a
team without the members having previously known
each other (16:24).
Flexible Scheduling .

The basis for a flexible

schedule is usually that which breaks up the teaching day
into shorter time periods.

These periods, called modules,

can be any length of time, depending on various factors.
Instructional groupings are organized and "plugged into" the
modular scheduling according to the needs of each group (40:11).
An example of this organizational plan may serve to
clarify how modular or flexible scheduling can be used.
Assuming that the inetructional day has been divided into
fifteen-minute modules, one possible use may be as
follows (40:11):
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6 mods

LANGUAGE ARTS BLOCK

1 hour

-Reading Activity (3 mods)
Subgrouping for Instruction
-Language-Writing Activit1
(3 mods)

-

30 minutes

45

minutes

45

minutes

The time allotted to each instructional area may vary from
day to day while staying within the broad framework of the
six-module schedule.

Other curricular areas are also

allotted so many modules per day.

The number of modules

allotted to each curricular area may also aiternate on a
regular schedule (40:11).
Advantages of this organizational pattern are:

1.

It allows for flexible use of time for large and
small group instruction - hence its name.
The teaching day can be rearranged to fit the
neede of students and teachers (40:12).
Disadvantages to the plan include the following:

1.

This plan requires unusually good staff cooperation
for successful execution.

2.

It requires more responsibility and cooperation on
the part of students, since some mods could be
scheduled as "free time."

3.

Modular scheduling could lead tea traditional
departmentalized approach, since mods could be
merely another name for time periods.

4.

Scheduling may become excessively complicated.

5.

This approach requires a great deal of planning on
the part of administrative personnel.
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6.

There is a need to communicate effectively to parents
the purposes and procedures of modular scheduling.
Otherwise, as is true of other innovations in
education, parents may be opposed to it or overly
concerned about it (40:12).
Although modular scheduling has been designed for use

in secondary schools, it might also be used to reorganize
instructional patterns in the elementary school.

For

example, a block of time used for reading instruction or
language arts might be further broken into mods.

These

mods could then be used for subgrouping instruction in
specific skill areas (40:1)).
Cross-Grade Grouping.

This organizational pattern

r~cetved wtdespread attention following its introduction in
Joplin, Missouri, in 1957.

The Joplin Plan grouped together

children of different ages and grade levels.

Through a

comprehensive testing program, students were assigned to
groups on the basis of skill development levels, regardless
of their actual grade level or age.
classes for reading instruction only.

Children then changed
This organizational

plan resulted in a reduction of the skill level spread found
in heterogeneous classes from approximately six years to
approximately two years.

In theory, children were placed in

situations where they could achieve success.

Cushenbery

described the Joplin ¥lan as one of the most significant
advances in attempting to meet the needs of children in
reading instruction.

The advantages of the plan appear to

outweigh the limitations, particularly when the procedures
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are introduced in a careful and systematic manner into a
given school system (19:99-100).
The Joplin Plan is not without its limitations.
Cushenbery listed the following points for consideration:
1.

Although the range of overall skill development
is reduced, groups are still not homogeneous with
respect to specific skill development, personalities,
and interests.

2.

Teachers must be certain that there is correlation
between reading and other content areas. Reading
is a tool of learning, not an end in itself, and
the style of reading varies from one curricular
area to another. Reading cannot be isolated from
these other subject areas.

3.

Teachers need to make a special effort to get to
know the children assigned to their reading groupe

(19:100).
The Joplin Plan was no doubt successful partly because
teachers, administrators, and parents were enthusiastic about
tnis new approach.

The very newness of it may also have

affected student progress and achievement.

The Joplin Plan

gives teachers an opportunity to improve reading instruction,
but the way in which this opportuntty 1s used is the crucial
factor (19:100).
Multi-Age Grouping.

This organizational plan groups

individuals on the basis of planned heterogeneity.

The

skill level spread is actually increased so that, in . effect,
individual d1tferences become more obvious.

In theory,

classroom instruction is geared to the academic and social
level of the individual child, instead of to his chronological
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age and grade.

Often multi-age groups become combinations

of grade levels within one classroom, or under the direction
of one teacher.

It would seem that multi-age grouping would

be an intermediate step between graded and ncngraded
patterns (31:191).
Nongraded Organizational Pattern.

By definition, a

nongraded organizational plan is one that completely breaks
away from conventional grade levels.

Nongraded plans are

often coupled with some type of multi-age groups, since
some form of grouping is necessary when dealing with several
hundred children at once.

Again, this plan is primarily

directed toward establishing an individualized pro~ram.
Ideally, children in a nongraded plan move vertically
according to their individual levels of skill development
and rate of learning, regardless of chronological age.

This

arrangement should allow for individual advancement through
a sequentially structured progression of skills.
Advantages to this plan are:
1.

Certain social advantages occur when children are
exposed to, or associate with, others of different
ages. This is especially true of both slow learners
and the gifted.

2.

There is limited research which shows greater
achievement in the classes consisting of a wide range
of skill levels than in those classes which were
organized according to the single grade concept (19:7).
Disadvantages this plan has been known to have are:

1.

It is sometimes difficult to communicate the plan and
its purposes to parents, because they are usually not
familiar with the concept.
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2.

There is sometimes a ccnfusing cf interclass groups
with vertical progression of skill development.

3.

There is a lack of adequate bases for comparison of
this program with the traditional graded one.

4.

Since pupils at the same instructional level may
work together, nongraded programs can become a form
of ability grouping unless an effort is made to
maintain flexibility (31:191).

5.

Students are still aware of their level of skill
development in comparison to that of their peers,
and they still categorize themselves. Hopefully,
the longer nongraded programs are in existence, the
more this disadvantage will be minimized (16:219-221).

Criteria for Good Grouping in Reading
If reading instruction is to be carried out in groups,
development of such a plan should comply with certain established
criteria.

The purpose of this section is to examine some

accepted criteria used for establishing instructional groups.
When changes are to occur in the existing program,
guidelines can be set up to help implement them.

Stated

simply, any changes made in the reading program should be
designed to fit the needs -

present and future -

school and its pupils (19:102).

of the

Specific steps can be taken

when reorganizing the existing program or when developing a
new plan.

These steps include:

1.

formulation of educational objectives in terms of
behavioral outcomes.

2.

evaluation of the present program in terms of these
goals.

3.

selection of materials best suited to meet these
objectives and goals.
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orientation for teachers through in-service
programs ( 3: 26).
A well organized plan using the group approach should
have flexibility built into it.

Flexibility provides for the

shifting of students from one group to another at any time.
This kind of flexibility is needed because the needs of
students change.

Transferring students between groups

increases the need for ccmmunication between students,
teachers, and parents, so that there is continuity and so
the effects of the transfer can be considered.

The grouping

pl~n should also be flexible in the sense that various
subgroups can be used within the broader framework.

A

highly structured grouping plan 1! not practical since the
mechanics of the group prevents the program from adjusting
to future needs and changes.
The grouping plan should also allow the use of varying
sizes of groups.

Some instructional groups, such as those

organized according to students• independence, could be
quite large.

Students needing some kind of remediation

would be assigned to smaller groups.

The size of the group

should vary according to the needs of the reader, and perhaps
the instructional materials which are available.

A well

organized program should also provide for the formation of
specialty groups.
size.

These groups would have no prescribed

Their size depends entirely on the reason for their

formation.

Generally speaking, special interest groups

are larger than groups formed to teach special skills.
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Availability of space may also govern the size of
groups.

In many older schools, there may not be an area

where small groups -

or large groups -

can meet and work.

Authorities whose views were surveyed by the writer
generally agreed that any reading program, regardless of the
organizational plan used, should be broad enough to cover
basic skill instruction, reading in the content areas,
literature and recreational reading.

Corrective or remedial

instruction was also identified as a necessary part of a
good reading program (9:26).
There should be an emphasis upon the sequential
development of skills which would take into consideration
the level of skill development in all grades involved in
the program.

Specific skill development should have, as one

of its primary Foals, practical application rather than
merely theoretical learning on the part cf the reader.

In

the intermediate grades especially, reading should be used
as a tool for acquiring information (19:26).

All related

language skills should be included in planning the reading
program.

Listening skills, oral express1on, writing and

reporting skills, literal and inferential comprehension
should be integral parts of any program.

These are the

skills needed for communication and for accurate perception
and observation of the reader's environment (3:26).
In summary, a well designed program should provide
for maximum growth of every reader (9:102).
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Staffing considerations are important when planning a
reading program.

Each team member must feel confident that

the plan is feasible and that it will bring about desirable
educational outcomes.

Each member must feel confident that

his role is one in which he can be successful.

Adaptability

is important from the standpoint of the individual's ability
to adjust to changing philosophies about reading instruction
(17:123).
Assigning staff members to various groups in the
program may depend upon the amount and type of experience
each member has had in the past.

Unfortunately it has been

commonplace to assign inexperienced teachers to the "low"
groups as a trial-by-fire introduction to the teaching of
reading (40:JB; 21:122).
The amount of professional training will be another
staffing factor to be considered.

For example, staffing a

group organized for remediation requires a teacher with
specialized training and interest in this area (18:102).
Generally speaking, however, the entire program should
be designed to be staffed by teachers of average ability,
experience, and training in the teaching of reading (18:102).
Instructional Methods and Techniques
In the following section, instructional methods and
techniques which are especially applicable to the grouping
situation will be discussed.
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The Reading Specialist.

The way in which the reading

specialist functions in a reading program varies, depending
upon the specific situation.

The following list outlines

some of the ways the specialist may be used.
1.

Administering of tests to individuals and groups.

2.

Serving as a resource person during group planning
sessions.

3.

Recommending materials available for use in reading
classes.

4.

Teaching remedial and enrichment groups as part of
a multi-age reading program.

5.

Providing indiv1.dual programs for students with
special needs.

6.

F'unctioning as a member of the child guidance team
in the building (2:19-20).
Although some authorities recommend that the reading

specialist be used mainly to diagnose and to prescribe
corrective programs, there are many other ways he can
assist the team.

Hopefully, the specialist is flexible

enough to function in several ways (2:19-20).
Pupil Profile Cards.

The purpose of a pupil profile

card is to ensure a means of continuous communication between
members of a reading team.

It also serves as a useful

reference as the child moves from year to year.

Having the

child's reading levels noted, along with any special recommendations will simplify the setting up of groups at the
beginning of a new year.

It is also a source of information

for parent-teacher conferences.

Books read by the child as
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well as test data, oral reading skill, interests, and special
needs should be recorded (10:75).
Multi-Text Approach.

The multi-text method is the

use of several different levels of texts for one classroom.
This is done instead of using one series.

If a child needs

more work at a given level after he finishes the text at that
level, the teacher is able to use ether texts at the same
level before moving him.

Teachers are also able to use

any levels below or above the specific grade in which the
child is placed.

Materials used to teach skills include

such standard items as a basal reading series, student
skill workbook (often correlated to the basal series), and
perhaps some teacher-constructed materials.
Advantages to this multi-text approach are:
1.

It broadens the basic program by making availableP
many different texts from a variety of levels.

2.

Students at a certain level are able to use material
above or below their "grade" level, depending upon
what their needs are.

3.

It is a way to teach students to combine many sources
of information and organize their findings. This
skill is needed in doing research or reporting in
the content areas (42:276-277).

4.

It would allow for readers to stay at one reading
level for a long period of time, if necessary, yet
provides them with a variety of material.

5.

The multi-text system also provides for increasing
instructional levels of reading in small increments

(10:74-75).
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Morrison compared the single-text system to the
multi-text system in eighty-one elementary schools.

These

schools consisted of inter-city, outer-city, and rural areas.
Students in single-text classrooms showed less participation
and group interaction than did students in the multi-text
classrooms.

Students in single-text classrooms also displayed

a lesser degree of leadership and positive pupil activity.
Activity in the multi-text classrooms seemed to be more
pupil oriented.

There were more instances of teacher assist-

ance, individualization, and a wider variety of instructional
materials than was observed in a single-text classroom.
Morrison (27:274) listed three main advantages from the
results of this study, for multi-text and supplementary
material systems:
1.

They provided for a high degree of problem solving
on the part of the students.

2.

There were more positive contacts between teachers
and pupils.

).

Fewer disruptive behaviors occurred on the part of
students in multi-text rooms.
Although this study did not examine or compare skill

level development, it was apparent that student interest and
involvement in reading activities were more positive in
classrooms using the multi-text approach.
Disadvantages to the multi-text approach are:
1.

Teachers would have to be familiar with a wide
variety of books, and would have to correlate
activities and teacher-prepared materials to them.

2.

The multi-text system is expensive ,.
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Since not all schools can provide mult1-level texts,
inexpensive booklets, pamphlets, and brochures miftht be
obtained as a reasonable alternative (42:276).
Procedures for Setting up a Grouping Program
In the following sections, the methods by which a
grouping program is actually put 1nto operation are
explained.
Diagnostic Tests - Standardized.

While testing

provides teachers with information that can be used as a
basis for grouping, it should be made clear that results of

standardized tests should not be the only consideration.
Spache (42:104) lists several other factors which are not
usually measured by standardized tests, and which are
important to consider when placing children in groups:
1.

Rate at which the reader learns new vocabulary.

2.

Effectiveness of structural analysis, phonetic,
and contextual word analysis skills.

3.

Breadth of sight vocabulary.

4.
5.

Depth and efficiency of comprehension.

6.

Memory factor in development of sight vocabulary.

7.

Depth of background of experience to determine
different meanings for words.

8.

Reading tastes and interests.

9.

Use of reading as a tool for learning.

Comprehension at varying reading rates.
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10.

Social and personal needs.

11.

The plateau effect of learning.
While standardized test scores may reflect, to some

degree, the above factors, they do not directly measure
them.

Since these factors will influence the way a child will

function within a given group, standardized test scores by
themselves are inadequate for placing children in groups.
Diagnostic Tests -

Informal Reading Inventories.

Another source of information which teachers may use for
placing children in groups is the
described by Dufay (10:70).

Informal Reading Inventory

These Informal Reading Inventories

are simple in desien and easily administered.

Some are now

available commercially, while others have been developed by
school districts, schools, or individual teachers.
A teacher may construct his own Informal Reading
Inventory by usinf sample selections of reading material
taken from preprimers through intermediate texts.

These

selections are about twenty to thirty words at the preprimer
level, and increase in length to one hundred fifty to two
hundred words at the upper intermediate level.

Samples are

usually taken from the middle section of each text in an
attempt to get a sample of average difficulty for that book.
Procedures for administering this type of Informal Reading
Inventory are simple, and require no special skill on the
part of teachers.

Each student to be tested begins reading
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approximately two grade levels below his anticipated grade
level.

The teacher introduces the material to be read, the

student reads it silently (under teacher observation), and
the teacher asks questions to check for comprehension.

The

student may then read the material aloud to the teacher while
he checks for errors in word analysis, pronunciation, or
phrasing.

A percentage score is recorded on a scale, and the

teacher can quickly determine the "Frustration Level,"
"Instructional Level," and the "Independent Level" for the
child.

If desired, reading rate can also be recorded (10:71).
O'Brien (32:1-2) suggests that Informal Reading

Inventories should be based on the actual reading series to
be used by the reader.

In this way, allowances would be

made for the fact that different books at a particular level
of difficulty vary in actual difficulty.

If supplementary

materials are to be used, O'Brien also sug'gests that samples
from them be included in the Informal Reading Inventory.
Original paragraphs may also be constructed using vocabulary
words from the various levels of reading material.
O'Brien (32:2) suggests a marking code such as the
following, which the teacher would use to record errors as
the child reads.

These coded marks would be recorded on

the teacher's copy of the material, which is identical to
that of the child, except perhaps in size of print and
spacing.

The marking code is shown in Table I, page

SO~
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TABLE I
MARKING CODE FOR INFORMAL READING INVENTORIES

ERROR

MARK

OTHER
, MARK
(not counted as errors)

a
w,{nt

Substitution

word by word

wbw

finger pointing

fp

/"'-,
a

hesitation

~1

went

repetition

cw~;t)
-~--~.

Omission

......

Insertion
Aid (after five
seconds)

,-'

,.

The scores are found by subtracting the errors
from the total words, and dividing total words into the
correct responses for a percentage score.

The Independent

Level ranges from 98 per cent to 100 per cent.

The Instruction-

al Level ranges from 95 per cent to 97 per cent, and the
Frustration Level ranges from
responses.

95

per cent to no correct

A table constructed ahead of time for each

selection aids the teacher in scoring (32:6-7).
The format of the Informal Reading Inventory is also
important, since size of print and spacing should not be
an uncontrolled variable.

An attempt should be made to

simulate the size of print and the spacing found in the
texts from which the material was taken.

The teacher's

copy may be any size, but should be double-spaced for ease
in marking.

0 1 Brien (32:8) suggests the format shown in

Table II, page

51.
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TABLE II
FORMAT FOR INFORMAL READING INVENTORIES

LEVEL

SPACING

SIZE OF TYPE

Preprimer

double space

primary type

Primer

double space

primary type

I

double space

primary type

II

single space

primary type

11 2

single space

primary type

III

double space

pica type

III 2

double space

pica type

IV

double space

pica type

V

single space

pica type

VI

single space

piea type

By constructing original sample paragraphs to be
used in the inventories, the chances of the child's
encountering too few new words at each level are reduced.
Kender (23:318-330) agreed that original paragraphs which
use vocabulary words from the back of the texts provide
more new words and thus give a more accurate indication of
the reader's ability to attack, recognize, and comprehend
them.

From the examples shown in Table III, page

52, it

can be seen at the 52 level that too few new words are
presented in the paragraph taken from the text.

If the
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reader missed all three of the new words presented, he is
still placed at the Instructional Level.

If more new words

were presented and he had missed some of them, the inventory
would place him at the Frustration Level.

TABLE III
COMPARISON OF ORIGINAL PARAGRAPHS AND PARAGRAPHS FROM TEXTS
PARAGRAPHS FROM TEXT
LEVEL

TOTAL
WORDS

NEW GRADE
LEVEL WORDS

ORIGINAL PARAGRAPHS
TOTAL
WORDS

NEW GRADE
LEVEL WORDS

PP-1

20

8

20

18

PP-2

35

13

51

23

PP-3

69

6

38

13

1-1

14

48

23

1-2

49
58

14

22

2-1

93

14

2-2

87

12

.3-1

134

16

3-2

130

17

4-l

141

11

50
75
75
75
75
74

20

4-2

153

11

100

20

5-l

176

8

100

20

5... 2

110

3

100

24

6-1

160

6

97

28

6-2

145

7

80

20

25
22
22

17

(23:318-330)
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When comparing the Gray Oral Reading Test and a textbook Informal Reading Inventory with an original-paragraph
inventcry, O'Brien found that the original-paragraph took
less time to administer, as fewer selections were needed to
determine the reading level.

In

50 per cent of the cases

cited, the textbook inventory placed children at a higher
level because there were fewer grade-level words included
in the textbook paragraphs (32:1-10).
The Informal Reading Inventory is also useful in
reviewing material to determine whether a child is ready for
more advanced work, or 1f additional instruction at the
present level is needed (32:3-4).
Teacher-Made Tests.

Although there was little

mention of teacher-made tests in the literature, there does
seem to be a use for them in establishing grouping and in
gathering information about students in the program.

When

appropriate standardized test~ are unavailable or funds are
limited, teacher-made tests may provide a reasonable alternative.

Serious thought should be given to the construction

of such tests.

They should be based on instructional

objectives if they are to have worthwhile functions other
than the assignment of marks.

Because there are different

objectives, there are different types of tests:
tests, mastery tests, and measurement tests.

instructional

The type of test

needed for placing children in groups is a measurement test.
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The test results, however, could then be used in planning
instruction, since they point out areas which are weak (19:2).
Check Lista.

Check lists of various types are useful

in gathering and recording information for placing students
in groups.

These lists are easily constructed by the teacher.

Lists for determining sight vocabulary development may be
prepared using almost any kind of material.

As with the

Informal Reading Inventory, it would seem appropriate to
select words from a series to be used by the reader.

Some

vocabulary lists such as the Dolch lists are available
commercially (42:104).
While some check lists are used to determine vocabulary
development and other skill areas, other lists can be used to
record observations by the student's teacher concerning his
study habits, attention span, ability to work independently,
social growth, and special needs (42:104).
Check lists are easy to administer, though they are
time consuming when used with individual students.

They are

easily scored, and are usually inexpensive (19:191•195).
Teacher Judgment.

Subjective evaluation has a definite

place in gathering information about individuals in a reading

program.

While various testing and data-collecting instru-

ments can be ueed to diagnose skill areas and measure the
child's achievement, subjective evaluation in the form of
teacher judgment can give insight into factors not otherwise
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measured.

This subjective evaluation is generally needed in

the areas of social and emotional development.

Although

subjectivity is sometimes regarded as a limitation, the
professional judgment of an experienced teacher who is aware
of children's needs can be extremely valuable (1:725).
In some cases, underlying factors known only to an
observant teacher may be more meaningful than the results of
tests.

For example, a child may panic during a testing

situation and thus perform poorly.

If the teacher
knows this
_,

about the child, he can interpret the test result accurately
or decide to discount it altogether.
The subjective judgment of the teacher may also be
important in matching material and instructional procedures
to a child's maturity level.

Being aware of children's

needs will aid in special placement of certain children.

It

may, for example, be advantageous in certain circumstances
to place a child with a male teacher.

In other circumstances,

the child may do better with a female teacher.

Special

placement may also hinge on the personalities of the teacher
and child.

Some children function more effectively in

a

highly structured situation, while others do better with
more freedom (8:26).
There was some evidence in the literature that there

can be a relatively high coefficient of correlation between
a child's mental age and the quality of his school work as

judged by his teachers (1:725; 8:26-27).
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Teacher judgment in remedial situations is crucial,
since the poor reader, especially in the intermediate grades,
has probably developed other problems which affect his work.
The remedial teacher must be aware of these so such problems
can be considered in dealing with children (8:27).
Communication with Parents.

It is essential to keep

parents informed as to changes made in the program.

A brief

periodic newsletter would serve as one method of accomplishing this.

Another method is to encourage parents to become

actively involved in the program by observing, serving as
tutors, or by providing clerical help.
from this is twofold.

Obviously, the benefit

Open houses, coffee klaches, and P-TA

presentations also offer opportunities for communicating with
parents (10:166-170}.
Communication with Children.

The scheduling of

individual conferences with children serves not only as an
evaluative tool, but it also offers the teacher an excellent
chance to build rapport and to give the child a positive
attitude about his reading skills.

If the program is indi-

vidualized, the conference is also used to plan activities,
perhaps by the use of individual worksheets.

Planning

group activities by including the group members encourages
more active participation and helps to maintain a high level
of interest.

Providing a means for self-evaluation is also

beneficial to the child and enlightening to the teacher (9:293}.
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Factors to be Considered in Placement.

According to

Morgan (1:6), "No one self-contained force or factor influencing
the child's behavior and learning can possibly serve as the
criterion for grouping children and youth if the educational
process is concerned with the total development of all children."
Not only are learning skills to be considered, but factors
such as maturation, social levels, behavior, and friendship
problems also have a potent effect on how children are
grouped.

Most of these factors have been mentioned previously

in this paper under other headings.

Morgan also states that

"All influencing factors deserve consideration.

Depending on

the experience to be provided, one cluster of factors may
become more important than another (1:6).n
Factors to be Considered in Program Selection.

Since

every situation is unique, no one program can fit every

situation.

Educators must consider numerous factors involved

in developing a program which will work for them.
(19:32) gives some broad guidelines.

Harris

A good program must

(1) provide opportunities for maximum growth of each child in
the important phases of reading, (2) favor social and personal
adjustments, (3) help to foster democratic attitudes and
practices,

(4)

be acceptable to teachers, administrators,

parents, and pupils, (5) be feasible for teachers of average
training and ability, and (6) fit the school and its pupils.
Other specific factors were listed in the section,
"Criteria for Good Grouping in Reading," pages

40.43.
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After children are placed in groups, arrangements for
communication and planning within the team are made, the
program is outlined, and parents and children are made aware
of what is happening, it is possible to begin instruction.
Evaluation of the Grouped Reading Program
After the program is set in motion, a continual effort
must be made to evaluate what is going on, so that changes for
the better can occur.

Evaluation must be made in terms of

what the team originally intended to do.
in terms of what should -

and can -

It also must be made

be done within the limits

of the situation in which the team works.

Rauch (36:24h-45)

points out that educators must bear ih mind that their program
is unique, and the collection of data regarding their program
is influenced by feasibility.

If formal evaluation is to be

done, control of data can be a major problem, as can assurin~
randomization of sampling.

More often than not, evaluation

of the reading program is a combination of formal, objective
testing, and informal, subjective data, as both are needed to
evaluate all factors concerned.
Rauch (36:245) suggests these steps for formal evaluation:
1.

Clarification of the role of the evaluator. The
evaluation team may meet with the entire school
staff to outline what is to be done.

2.

Collection of data. Rauch favors the use of
standardized tests, since the content is determined
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by careful design, they are often parallel forms
of comparison, they are objective both in administering and scoring, and many individuals can be
tested at once.

3.

Analysis of data. Rauch sugpests that a survey or
check list procedure be used.

4.

Reporting the data. Rauch suggests the following
format: Introduction, Description of the School,
Characteristics of a Good Reading Program, Evaluation
Procedures, Strengths of the Program, Weaknesses of
the Program, and Specific Recommendations (36:245-46).

Research Concerning the Results of Grouping
In a comparative study done by Heffernan, it was
concluded that there were no significant differences in
achievement between children who were grouped heterogeneously
and those who were grouped homogeneously (20:8).

A similar

study by Russell, using fourth through sixth grades in
San Francisco, reported no significant differences between
the two groups (20:8).

Nichols, in a two-year study of

interclass grouping arrangements, found no real benefit in
reading achievement for interclass grouping over selfcontained classrooms (30:588-89).
types of reading programs:

Ramsay compared three

the Joplin Plan, the self-

contained classroom, and individualized programs.

Students,

regardless of the progrem, showed the same degree of achievement (35:708).

Since reading achievement has not been shown

to be influenced by any one particular grouping arrangement,
other factors should be considered in evaluating grouping
for instruction in reading.

,

.
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While many personal and social benefits are claimed
for grouping {"Homogeneous Grouping -

Advantages 0 pages 19-

21), no actual research was found to substantiate these
claims.

No studies were found which had even attempted to

de this, perhaps because whia kind of measurement is so
subjective.

No studies were found which showed any advantages

of grouping to teachers.
Nichols (J0:590) describes most studies about grouping
as "inconclusive, short-term, without control data, and with
an uncontrolled 'Hawthorne Effect.•

Data free of these flaws

are difficult if not impossible to find."

Other authorities

agree that high-quality research concerning the outcomes of
grouping is badly needed (41:3).
Conclusions and Summary
Research has failed to substantiate the opinions of
authorities concerning grouping.

While none of the advantages

claimed for grouping has been supported by research, neither
have the disadvantages been proven.

Many of the limitations

listed for grouping are not necessarily unavoidable.
example, the assigning of inexperienced teachers to
groups is not unavoidable.

For
0

10w"

Grouping may not substantially

reduce the range of reading levels, but it can put into
groups children who learn more nearly at the same rate.

If

the teacher does not individualize completely, planning time
is decreased, as one lesson more nearly fits the group as a
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whole when it is "homogeneous."

However, if the grouping

does this, it can allow for individualization, which may
result in increased planning time for teachers.
have other benefits.

It may

The stereotyping effect which is

blamed on grouping may be compensated for by the fact that
the reader has a greater chance of succeedinf -

both in

the material presented to him and when he compares himself
with other members of the group.

For while it may not

reduce the range significantly, it can separate the very
poorest from the very best readers.

If teachers are care-

ful, students will not be put into a group and be "stuck"
there for the year.

Students can change groups whenever

their needs justify it.

Also, teachers, if the team is not

too large, can communicate steadily and systematically in
regard to students, and thus can get to know each child and
ensure continuity in the curricular areas.

Teachers can

also rotate from year to year, or from quarter to quarter,
so that they do not always have the same "low" or "high"
group.

This is a more fair situation for the teacher, and

will help him to maintain a positive attitude and a professional outlook.

Teachers' requests for certain groups

should be considered, but not on a "seniority" basis.
Limitations of the physical plant are harder to
change, and if the team consists of more than two or three
members, it is hard to maintain flexibility during the time
set aside for reading.
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It should be pointed out that many limitations listed
for grouping need not occur in a program where teachers are
enlightened and professional.
If all other factors, such as achievement and personal
benefits, are apparently equal, the teacher will probably be
most successful with tbe program about which he is the most
enthusiastic.

Nephew (13:26) states, from the results of

his study, that no organizational plan in itself brings about
improved reading.

What is important is to increase the

teachers' knowledge of the reading process.

The teachers'

enthusiasm and their ability to change results in improved
reading for children.
Medley and Mitzel (26:59) gathered data which
indicate that the teacher variable is a much more important
factor than physical setting, organizational plan, or
previous achievement in reading in stimulating pupils to
learn to read.
Any instrument of education or plan of instruction is
of little consequence by itself.

"It is the human personality

that possesses the magic ingredients which have the power to
transform an idea and a hope into a creative, functioning
force.

If the people are enthusiastic and ingenious, it can

insure the success of an enterprise; conversely, if people
withhold support, the human rejection of the most elaborately
conceived and cleverly designed implement must destroy its
potential (l0:204)."

CHAPTER III
GUIDELINES FOR A PLAN
On the basis of the research findings in the previous
chapter, the writer has attempted to propose guidelines for
a plan which would be feasible for Phantom Lake Elementary
School, and which would incorporate the advantages of
several plans mentioned in the literature.
Staffing
The intermediate reading program at Phantom Lake
Elementary School will include students from three sixth
grades and two fifth grades, with the possibility of two
fourth grades being added at a later date.

The original

classes will include about one hundred fifty students, five
teachers, the reading specialist, the librarian, and the
counselor.

The teachers are all experienced teachers, and

one has had graduate training in the teaching of reading.
The team has the services of one half-time and one fifthtime aide who can assist with clerical duties and instruction.
A group of parents is also available for clerical help on a
weekly basis and for supervision of children during one
lunch period per week.

There is an excellent possibility

that the lunch supervision could be increased to twice per
week, if the team needed additional meeting or planning time.
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Physical Plant
The school was originally designed for completely
self-contained classes.

There are no special facilities

for large groups to meet on a regular basis, as the multipurpose room is fully scheduled for physical education
activities, and it is not feasible to try to determine much
in advance whether these activities will be held outside.
Neither is there any special place for small group work,
although there is one vacant classroom which may be used on
occasion.

The library is also a possibility for small and

large groups, but must be scheduled during a time when no
library clas!es are being conducted.
The building is scheduled for extensive remodeling
plans in the next couple of years.

Remodeling plans will

include facilities to accommodate large and small groups, and
replacement of the existing library by a learning resource
center.

When these changes are accomplished, changes can be

made accordingly in the reading program.
Grouping Arrangements
The program will be based on behavioral objectives.
These are objectives stated in behavioral terms with regard
to the student's ability to perform various reading tasks.
For example, "The student will be able to recognize the
blend "bl" in the initial and medial position."

Since the

objectives are stated in this way, the writer proposes the
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use of flexible skill groups in which reading skills are
broken into sequential steps of increasing difficulty.
Each team member will be responsible for a certain number of
steps within a given skill area.

Pupils would progress

through the steps at their own rates, moving from one group
to another as they progress through the steps, or as it is
found that they were originally placed in the wrong group.
Decisions to move pupils from one group to another will be
based on daily performance and teacher-made skill tests.
Each teacher will be able to subgroup or individualize as he
wishes.

This gives the teacher freedom to organize his own

group according to possible changes in student interest, need,
and involvement.
Methods
This plan will incorporate three main organizational
patterns: team planning, cross-grade grouping, and the
continuous progress approach.
Criteria for Grouping
This section will explain how the proposed program
will meet the criteria listed in Chapter 2, "Criteria for
Good Grouping in Reading," pages
Setting Up the Program.

40-43.
Harris (18:102) suggests

that grouping programs be set up by the following steps:
(1) form educational objectives, (2) evaluate the present
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program, (3) select materials to meet the objectives, and

(4} orient new teachers to the program.
Educational objectives stated in behavioral terms
will serve as the basis for the program.

Plans are currently

under way in the Bellevue School District to develop such
objectives.

If these plans do not materialize, the writer

proposes the adoption of objectives such as those formulated
over the past three years by the Lake Washington School
District Reading Coordinator.
An evaluation of the present program will involve two
steps.

The first step will be a review of the results of the

district-wide standardized testing program.

From these test

results, it is possible to compare the scores of fourth,
fifth, and sixth graders in Phantom Lake Elementary with the
scores of fourth, fifth, and sixth graders throughout the
rest of the district.

test results.

National norms are also given in the

In this way, strengths and weaknesses in areas

of reading achievement resulting from the preeent program will
be identified.

The second step of the evaluation will include

an informal eurvey of pupil and teacher attitude toward the
present program.
Since budgetary limitations will prevent the selection
and orde~ing .-0f many new materials that would complement a
continuous-progress program, solutions that are less expen•
sive are suggested.

(1) The team will use series which are

available from the dietrict warehouse.

There are a sufficient
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number of aeries to successfully carry out a multi-text
approach.

(2) Some materials are housed in the building.

This includes some continuous-progress and individualized
material such as SRA and Scholastic kits.

(3) The team

will prepare some materials which will be designed specifically for teaching to the behavioral objectives.

These

include skill tests for each skill area and level.

This

project will probably be funded through the district's
Career Incentive Plan.

(4) Devices such as tapes, controlled

readers, films, filmstrips, and games are available.

How

these materials will be used in the skill groups will be the
responsibility of the individual teachers.
The orientation of teachers involved in this program
will be done by team meetings, since three of the five
teachers as well as the reading specialist will be involved
with developing the program funded by the Career Incentive
Plan.
Flexibility.

Flexibility is built into the program,

as students may move from one group to another when they
ready.

are

Since the original team is small, deciding to make

changes midstream, if necessary, will be less complicated.
In this way, the program itself is flexible.

Teachers also

have a great deal of leeway in the selection of methods and
materials for use in their particular groups.
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Size of Groups.

The size of groups will vary, depend-

ing on the needs of students in those groups, and the ability
of teachers to meet those needs.

For example, remedial

groups will need to be comparatively small, since these
students need more teacher guidance.

Specialty groups and

subgroups within skill groups will vary according to the
purpose for which the groups were formed.
Instructional Program.

The program should include

basic skill instruction, reading in the content areas,

literature, recreational reading, and remedial work.

An

attempt will be made to correlate these whenever possible so
that reading will be approached as a tool of learning, not a
fragmentation of separate parts.

At times, one area or

another will be singled out for special emphasis, but will
be used in a practical setting after mastery 1s achieved.
Regular reading class time will be used for all these areas,
but the remaining time in the school day will also be used
to corr~late them whenever possible.
Communication Among_Team Members.

Weekly or semi-

weekly meetings will be scheduled so that team members may
continually evaluate and plan together.

A commitment will

be made by team members that etudent problems of an urient
nature will be discussed with the child's classroom teacher
•t the t~me of their occurrence.

Written communication

between teachers can be in the form of a check 11st.

Work
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and study habits, academic skills, and personal-social
notes will be kept for each child on these lists.
Staffing Assignments.

Each member of the team will

have a choice in the selection of the group he is to have.
A teacher may volunteer for the group he is best qualitied
to teach, or which draws his interest.

Rotation of teachers

among the groups will be done to avoid one person's being
labeled as the teacher for a particular group.

Specific

remedial work will be done by the reading specialist, who
will also test and diagnose when necessary.

The specialist

will also function in a variety of ways such as those
mentioned in Chapter 2, ,.The Reading Specialist, '1 page

44.

The librarian will act as a resource person and will help
with small groups interested in reporting and projects.

The

actual instruction in library skills will also be the
responsibility of the librarian.

The two aides will be used

to prepare materials, supervise instruction of small groups,
tutor individually, and assist with special groups or
individual projects.
Putting the Plan into Operation
This section will describe how the plan will actually
be initiated into the school.
Testing.

Initial testing based on the behavioral

objectives will be accomplished largely through the use of
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teacher-prepared materials.

The use of Informal Reading

Inventories and scores from previously-given Stanford
Achivement Tests will also be made.
The writer recommends the formulation, by the
team members involved in the Career Incentive Plan project,
of a comprehensive check list covering academic skills,
work and study habits, and general language skill development (such as sentence construction), spelling errors,
level of written vocabulary development, and special
considerations.

This check list will be completed by the

child's teacher from the previous year.
\

Recognizing the importance of communicating progress
to the child, it is further recommended that team members
conference with each child at the beginning of the grouping
program.

The purpose of this conference is to gather more

data about the child's reading abilities (oral reading,
comprehension, and so on), and to set goals with the
student.

Conferences should also be continued after the

groups are in operation.

Through the conferences and check

11st, teacher judgment will be the final deciding factor in
correct placement of students in groups.
Communication with Parents.

Prior to testing, parents

should be informed of the proposed program in which their
children will be involved.

This will be accomplished by

newsletters, meetings such as "Back-to-School Nights," coffee
klaches, and P-TA presentations.

This kind of communication
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should be carried on periodically when the team feels it
is beneficial.
Reporting.

Regular conferences are scheduled twice

yearly to report student progress to parents.

Teachers are

free to arrange added conferences when needed.

Special

concerns may justify written communications to parents
before conferences are scheduled.

The team may find the

use of a weekly or bi-monthly newsletter to be of benefit.
Evaluation.

Although evaluation of the reading

program should be a continual process, there should be some
formal evaluation as well.

Evaluation should be done with

the original behavioral objectives in mind.

Since teacher

enthusiasm is such an important variable, the attitudes of
teachers should be surveyed.

Of course, the feelings of the

students about the program are also a measure of its success
or failure.
Summary
The success of any grouping approach to the teaching
of reading does not lie in one particular plan.

The plan

only provides a structure to determine the direction teachers
may take.

These guidelines are intended to be a starting

point and not a final statement.
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